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 Abstract:  The impact of globalization on teacher education is unprecedented. Changing in the global education 
landscape has transform the theory-practice nexus in teacher education. Another revolution is needed to 
transform educational system and prepare graduates for the 21st century realities.  Drawing on the 
perspectives of the stakeholders and focusing on digital learners are pertinent to bring teacher education 
onto a higher level of excellence.  In the new millennium, education must focus on the whole child – 
morally, intellectually, physically, socially and aesthetically.  In meeting the needs of the stakeholders, 
authentic learning, multi-literacies, innovative thinking and research-based improvements are keys to the 
21st century teacher education model.  Authentic learning typically focuses on real-world, complex 
problems and their solution using role-play exercises, problem-based activities, case studies, and 
participation in virtual communities of practice. The learning environments are inherently 
multidisciplinary, thus, authentic learning could be a dynamic tool to enhance learning and to provide 
opportunities for students to engage in higher-order thinking and active learning.  Leading high performing 
teacher education system is also critical. Educational leaders need to focus on seeking new innovative 
models of teacher education, pedagogy and learning, and support services. World-class teacher education 
program could attract best students. In order to raise teachers and students’ competencies and standards, it 
is not enough to declare high performing schools; it is critical to develop thinking and well-rounded students 
who are the future high performing thinkers and innovators.  For the innovation culture to flourish, granting 
flexibility and autonomy is a way of moving forward.  To gain international recognition, the development 
of transnational standards for teacher education and training with a multidisciplinary and innovative 
orientation is critical.  Hence, a country needs a dynamic and resilient teacher education framework or a 
roadmap for producing quality teachers in the context of sustainable development.   
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1. Introduction  
The impact of globalization is beyond 
geographical borders that leads to a diminishing 
role of nationstates, forfeiture of their 
sovereignty and the rise of global hegemony of 
transnational mega conglomerates (Sahlberg, 
2004).  The world is becoming “smaller” and 
“flatter” in the sense that people can access to 
information easier and can participate in 
collaborative works across the nations 
regardless of their nationalities.  Robertson 
(1992) describes globalization as “the 
compression of the world” as well as “the 
intensification of consciousness of the world as 
a whole”. In another context, globalization is 
“about the monumental structural changes 
occurring in the processes of production and 
distribution in the global economy” 
(http://www.unesco.org/webworld/infoethics).  
From these definitions have emerged popular 
terms like “the global village”, “borderless 
world”, “shrinking world” and “the invisible 
continent” (Ohmae, 2000).  In the old world, 
producers dominate the economy. They set 
prices, they control distribution channels, and 
they dictate the terms of alliance.  On the 
invisible continent, as argued by Ohmae (2000), 
all the power now is in the hands of the 
consumers. With the emerging ubiquitous 
technology, universal access to knowledge is 
getting closer to becoming a reality. Hence 
transformation in global culture deeply affect 
educational policies, practices and institutions, 
from recent attempts to analyze and understand 
the multiple and complex effects of 
globalization on teacher education it is obvious 
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that there is no single straightforward view of 
the consequences of the globalization process 
on teaching and learning in schools and other 
education institutions (Burbules & Torre, 2000; 
Carnoy, 1999; Hargreaves, 2003; OECD, 2001; 
Stromquist, 2002; World Bank, 2003).  
Nevertheless globalization has also created new 
opportunities to transform teacher education.   
This paper focuses on building a new model of 
teacher education.  
2. Impact of Globalization on 
Teacher Education  
According to Sahlberg (2004), 
globalization has two macro-level paradoxical 
effects on our daily lives.  First, it 
simultaneously both integrates and segregates.  
It integrates world cultures through the global 
communication networks and less restricted 
movement of individuals.  At the same time it 
creates a tension between those who are 
benefiting more and those who may be side-
lined by the market values and consumer 
cultures that are typical to many societies, 
especially in the areas that suffer from poverty 
or slower development. The challenge for future 
public education is to strengthen the teaching of 
ethics and a sense of global responsibility that 
go beyond the bounds of the knowledge 
economy.  Second, globalization promotes 
competition although strategic alliances 
between competing parties are becoming a 
condition of success.  Economics markets have 
become more open and flexible because of 
diminishing barriers of trade and lowering of 
labor and trade regulations.  The mobility of 
goods, services, financial and intellectual 
capitals has increased due to sub-regional and 
global agreements.  Competition to expand 
markets, promote innovations and develop 
highly skilled workforces is shifting the focus 
of work from quantities to qualities and from 
mastery of facts to professional flexibility and 
continuous renewal of personal capacities.  
Globalization increases competition because 
productivity and efficiency have become key 
descriptors of successful economies.  
Corporation and services organizations are 
regularly using quality assurance policies and 
committing themselves to management 
strategies that are based on assessment of 
performance of both staff and managers.  
As a consequence, similar doctrines 
have emerged in education.  Standards, testing 
and alternative forms of financing have come to 
challenge conventional public education in 
many countries.  In the name of accountability 
and transparency, schools, teachers and students 
are more often than before measured, tested and 
asked to perform under the purview of external 
inspectors.  Even ministers of education today 
compete to determine whose students can 
perform the best in international student 
assessment programs.  Indeed, introduction of 
international test comparisons, such as PISA 
(Program for International Student Assessment) 
and TIMSS (Trends in International 
Mathematics and Sciences Study), has been one 
of the strongest pretexts for schools reforms in 
many countries (Hargreaves, 2003).  The 
emerging perception seems to be that making 
schools, teachers and students compete will 
itself improve the quality of education, as it has 
vitalized corporations in market economies.  
Various forms of educational standards have 
been created to help these competition to 
become fairer and more comparable (Sahlberg, 
2004).  
Education systems are reacting 
differently to the changes in the world new 
economics, political and cultural orders.  
Globalization has become an influences in 
nation-states social reforms as education sectors 
adjust to the new global environments that are 
characterized by flexibility diversity increased 
competition and unpredictable change.  
Understanding the effects of globalization on 
teaching and learning is essential for policy 
makers, educational leaders and other 
stakeholders. The main purpose of structural 
adjustment policies in the education sector has 
been a transition toward global educational 
standards.  This is often done by benchmarking 
the entire systems of less-developed countries to 
those of economically more advanced ones.  
Unfortunately, governments often think that 
there is one correct approach to adjustment of 
education and that certain global education 
standards need to be met if the system is to 
perform in an internationally competitive way 
(Sahlberg, 2004).  Research on education 
reforms and experiences on structural 
adjustment suggest that governments need to 
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realize that there is more than one way of 
proceeding on the way to improvement.   
3. Theory-Practice Nexus  
Based on National Institute of Education 
(NIE, 2009) Singapore, new teacher education 
model should provide the theoretical foundation 
to produce the “thinking teacher” while 
concurrently having strong partnership with key 
stakeholders and the schools to ensure strong 
clinical practice and to integrate the reality of 
professionalism in teaching development. The 
strength also lies in a strong base in subject 
matter and pedagogical content knowledge, as 
well as strong connection to educational 
research. The adoption of the university-based 
model demonstrates that teaching is a 
profession, where the development of teachers 
is underpinned by evidenced-based learning, 
and where teachers require the award of a 
degree as a pre-requisite for joining the 
profession.  The new teacher education model 
should build on existing strengths to bring 
teacher education to a higher plane of 
excellence, drawing on the perspectives of 
stakeholders and putting the 21st century 
learners at the very heart of our educational 
goals. Based on extensive literature review, 
understanding of existing and emerging trends, 
local profile, changing landscape in policies and 
initiatives, and research data, a new model of 
teacher education for the 21st century is poised 
to be introduced to replace the less dynamic 
model.  
It is a transformative endeavour that will 
guide the design, delivery and evaluation of 
teacher education programs in order to provide 
the best education to our aspiring and serving 
teachers to become 21st century teaching 
professionals. It is a key initiative under the 
teacher education sector and a concrete 
response to the educational challenges brought 
forth by the current global landscape as well as 
anticipated future needs. Thus far, the 21st  
century has been characterised by knowledge-
driven economies, rapid information exchanges 
and fast-moving communication technologies 
which have created new demands on education  
systems worldwide In the 21st century 
landscape, education must focus on nurturing 
the whole child-morally, intellectually, 
physically, socially and aesthetically. Students 
need to acquire new knowledge, skills and 
dispositions to ensure their survival and success 
as individuals, as members of the community, 
and as citizens of our nation. To achieve this, 
the teacher training institutions and the 
stakeholders must develop teachers who are 
able to undertake greater responsibilities as they 
are at the forefront of educating our youth. It is 
now universally accepted that the quality of 
teaching force determines the quality of 
education. As we raise the standards for our 
children, our 21st century teachers will also need 
the right values, skills and knowledge to be 
effective practitioners who will bring about the 
desired outcomes of education (NIE, 2009).  
The theory-practice gap is widely accepted 
as a prevalent shortcoming of teacher education 
programs. There is a need to achieve balance 
between theoretical knowledge and practice-
based learning. A strengthened theory-practice 
nexus in teacher education programs allows 
teachers to leverage on both types of learning to 
effectively transfer to schools. The more 
common approaches of bridging this gap are 
through reflection, experiential learning, 
school-based research or inquiry projects and 
pedagogical tools that bring the relevant 
theories into the classroom.  According to NIE 
(2009), teacher training institutions should 
undertake a number of initiatives to further 
strengthen the theorypractice relationship in its 
programs taking cognizance of these 
approaches:  
(a) The mentorship process will be 
strengthened, particularly in practicum and 
beyond. The institutions should initiate a 
more structured mentoring program.  
(b) The practicum will be strengthened by 
enhancing research-based initiatives during 
the practicum such as reflection in action, 
school-based inquiry or research, using 
pedagogical tools to create a ‘simulated’ 
school environment and experiential 
learning.   
(c) Enhancing school experience for teacher 
trainees by allowing the student teachers 
with an induction to the school culture and 
environment opportunities to observe 
experienced teachers and to co-teach, as well 
as provide a structure for observing and 
reflecting on these experiences. 
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4. New Model of Teacher Education   
Based on constructivist philosophy, the use 
of authentic activities has been shown to have 
many benefits for learners (Herrington, Oliver, 
& Reeves, 2003). Authentic activities have been 
used successfully across a wide variety of 
discipline areas.  Herrington, Oliver, and 
Reeves (2003) defined key characteristics of 
authentic activities based on a wide literature 
review of recent research and theory. They 
summarized ten (10) broad themes of authentic 
activities that include:   
• Authentic activities have real world 
relevance:  
Activities match as nearly as possible 
the real world tasks of professionals in 
practice rather than decontextualized or 
classroom based tasks.   
• Authentic activities are ill-defined, 
requiring students to define the tasks 
and sub-tasks needed to complete the 
activity:  
Problems inherent in the activities are 
ill-defined and open to multiple 
interpretations rather than easily 
solved by the application of existing 
algorithms. Learners must identify 
their own unique tasks and sub-tasks in 
order to complete the major task.   
• Authentic activities comprise complex 
tasks to be investigated by students over 
a sustained period of time:  
Activities are completed in days, weeks 
and months rather than minutes or 
hours. They require significant 
investment of time and intellectual 
resources.   
• Authentic activities provide the 
opportunity for students to examine the 
task from different perspectives, using 
a variety of resources:  
The task affords learners the 
opportunity to examine the problem 
from a variety of theoretical and 
practical perspectives, rather than 
allowing a single perspective that 
learners must imitate to be successful. 
The use of a variety of resources rather 
than a limited number of preselected 
references requires students to detect 
relevant from irrelevant information.   
• Authentic activities provide the 
opportunity to collaborate:  
Collaboration is integral to the task, 
both within the course and the real 
world, rather than achievable by an 
individual learner.   
• Authentic activities provide the 
opportunity to reflect:  
Activities need to enable learners to 
make choices and reflect on their 
learning both individually and socially.   
• Authentic activities can be integrated 
and applied across different subject 
areas and lead beyond domain specific 
outcomes:  
Activities encourage interdisciplinary 
perspectives and enable students to 
play diverse roles thus building robust 
expertise rather than knowledge 
limited to a single well-defined field or 
domain.   
  
• Authentic activities are seamlessly 
integrated with assessment:  
Assessment of activities is seamlessly 
integrated with the major task in a 
manner that reflects real world 
assessment, rather than separate 
artificial assessment removed from the 
nature of the task.   
• Authentic activities create polished 
products valuable in their own right 
rather than as preparation for 
something else:  
Activities culminate in the creation of a 
whole product rather than an exercise 
or sub-step in preparation for 
something else.   
• Authentic activities allow competing 
solutions and diversity of outcome:  
Activities allow a range and diversity 
of outcomes open to multiple solutions 
of an original nature, rather than a 
single correct response obtained by the 
application of rules and procedures.   
  
Authentic learning and innovation are 
closely related in the sense that authentic 
learning nurtures divergent thinking. In the new 
millennium, most teachers believe that 
creativity and innovation in the classroom could 
enhance authentic learning.  According to Plsek 
(1997), creativity is the connecting and 
rearranging of knowledge – in the minds of 
people who will allow themselves to think 
PROSIDING ICTTE FKIP UNS 2015                                                                    ISSN: 2502-4124 





 | 62  
 
flexibly – to generate new, often surprising 
ideas that others judge to be useful.  Innovation 
is the application of a creative idea that results 
in a valuable improvement.  Integration of 
technology in the classroom, as an example of 
innovation, goes far beyond just dropping 
technology into classrooms.  For barely a 
decade, the world has witnessed what amounted 
to an innovation of the learning cultures. For 
example, teachers' instructional beliefs and 
practices underwent an evolution and this has 
enhanced students' competencies as a result of 
teachers’ creativity in the classroom (Dwyer, 
Ringstaff & Sandholtz, 1991).   According to 
Dwyer et al. (1991), teachers were beginning to 
achieve a balance between the appropriate use 
of direct instruction strategies and 
collaborative, inquiry-driven knowledge-
construction strategies.  This collaborative 
inquiry-driven knowledge-construction can be 
considered as innovative strategy.  
In the 21st century, income and wealth 
are generated by “selling” new ideas, new 
products and services. In the post-capitalist and 
post-modernist era, innovation has become the 
industrial “religion” through which firms 
believe it could increase market share and 
profits (Valery, 1999).  According to Fisk 
(2011), idea is a new currency of success. 
According to MIT former President, Charles M. 
Vest (1997), the challenge of the future will be 
to create new ideas and to make innovation.  The 
next round of competition is likely to be won by 
those who innovate, i.e., those who create new 
ideas, products, and services and those who 
solve new human problems and create new 
commerce.  The new economy is driven by k-
workers, entrepreneurs, technology, and 
innovation. New ideas, discoveries, and 
technologies have created new industries and 
products. Consequently, innovation is important 
and essential for income and wealth generation 
(IDRC, 2011).  Moreover, the application of 
information technology in business operations 
has caused a profound change in the workplace 
(OECD, 2004).  The new economy is rewarding 
for those who have high educational 
achievement and technical skills.  As a result, 
the workers of the 21st century must acquire the 
needed skills and talents.  Therefore, to 
accomplish this, the education system must be 
transformed to fulfil the requirements of the 
new economy.  Emphasis on developing quality 
human capital is indispensable.  
If a country lacks an adequate number 
of highly skilled local workers to cater the 
demand of the industry, foreigners and 
expatriates will fulfil the vacancies. The 
industry requires skilful workers, well educated, 
competent, talented and able to think critically.  
For that reason, managing a country’s human 
talent is therefore the key to achieving global 
competitiveness.  As for building of 
capabilities, this spans both education system 
and the ability to continuously upgrade the skills 
and capabilities of the population.  In education, 
the focus should be on acquiring technical 
expertise, most recently in the areas of 
engineering, IT, services and biotechnology.  It 
is also critical to enhance the skills of our 
graduates, like communications and public 
relations. The education institutions should 
offer various skills courses at different levels for 
those who are interested in authentic learning.  
In addition, postgraduate studies are aimed at 
helping graduates develop research skills.   
5. Developing a Research Culture   
Next, I’m posing this question, “How 
can school develop a research culture?”  There 
is a vast literature on organizational culture.  In 
general, culture may be thought of “...as being 
synonymous with tradition or heritage.  It is a 
way of life particular to each succeeding 
generation.  Culture contains the ideas and 
values, skills, art and technology of a people.  It 
is the means by which each of us is able to guide 
our daily interaction with others” (Webb & 
Collette, 1973:49 quoted in Ferguson, 1999).  In 
Malaysia, the Ministry of Education is 
committed to providing education and training 
to fulfil the human capital needs of the nation 
through strategic management, relevant and 
dynamic curricula, effective training and career 
development programs, continuous quality 
assurance and strong support services based on 
the National Education Philosophy.  Schools 
also provide relevant technological or 
entrepreneurial education and training.  These 
are aimed at upgrading basic skills as well as to 
promote research and development projects in 
collaboration with businesses and industries.  
Schools were also designed to provide lifelong 
learning opportunities for the students to be 
trained, “re-skilled” or “up-skilled”.   
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There are multiple perspectives of 
culture.  To enhance innovative and research 
culture, a teaching institution needs to identify 
the teacher culture.  Hargreaves (1994: 166) 
stated that “teacher culture consists of the 
substantive attitudes, values, beliefs, habits, 
assumptions and ways of doing things that are 
shared within a particular teacher group ... the 
content of teacher cultures can be seen in what 
teachers think, say and do”.  According to 
McRoy, Flanzer and Zlotnik (2012), building 
research culture and infrastructure is critical.  
They assert that institutions need to examine or 
re-examine their research climate and culture 
and assess their readiness to further enhance 
their research environment.  While research 
infrastructure was initially seen as support for 
scientific and engineering research, scholars in 
nearly every discipline increasingly require the 
same range of support to enhance their research 
capability.  The critical aspects include to define 
the research needs, set priorities for research 
support, develop support strategies, design a 
funding model, and build partnerships to 
support research.  
Creating and sharing new knowledge 
across a broad range of disciplines enhances the 
intellectual life of both teachers and students, 
and research productivity often serves as a 
yardstick by which the institution reputations 
are measured.  At larger universities, research 
may be deeply embedded in the institutional 
culture, while at schools, a research agenda 
might require incubation, nurturing, and 
development of appropriate support.  Schools 
might have fewer large projects, less indirect 
cost recovery, and fewer possible economies of 
scale than large universities. Nevertheless, 
research remains important to teachers as 
change agents.  Schools often lack staff with 
PhD qualification and departmental structures 
to support large-scale research, so they might 
need to take a different approach to developing 
an adequate research infrastructure.  The 
“school culture” could result in inappropriate 
infrastructure to support research, inability to 
actively promote support for research, 
conflicting priorities for research infrastructure 
funding, reduced agility in providing needed 
computing resources to researchers, and lack of 
awareness by teachers of the limits of 
institutional infrastructure.  These realities at 
schools can result in dissatisfied teachers and a 
barrier in conducting research activities.  To 
build a research culture, schools need to use 
creativity in discovering the needs of their 
researchers, setting priorities for support, 
developing support strategies, funding and 
implementing research infrastructure, and 
building partnerships to enhance research 
support.  Research cultures are investigated in 
more depth but a brief definition is provided 
here.  A research culture might be described 
ideally as the common values, beliefs, attitudes 
and “ways of doing things” that affect the 
carrying out of research tasks in an institution.  
Nevertheless, it has been fascinating to trace the 
various ways in which individuals and groups 
have sought to define and extend the research 
culture in school setting.   
6. Action Research  
Action research is a form of enquiry that 
enables teachers or practitioners to evaluate 
their practices.  The idea of action research is 
that educational problems and issues are best 
identified and investigated where the action is − 
in the classroom and at the institutional level.  
By integrating research into these settings and 
engaging those who work at this level in 
research activities, findings can be applied 
immediately and problems solved more quickly 
(Guskey, 2000).  Mc Niff (1988) defined action 
research as an approach to improve or enhance 
education through changes which make 
teachers more alert about themselves.  They 
should also become more critical with those 
practices and ready to change any ineffective 
practices.  Lomax (1994) has come out with the 
similar concept when he stressed that an action 
research is an educational research and it is 
different with research in education. This is 
because the researcher is the teacher herself, 
who aims to improve herself and her profession. 
Lomax also stressed that action research is very 
important for educational innovation as it is a 
way which enables the teachers to make 
improvement in education. In school setting, 
action research is a research on social situation 
involving teachers as researchers, with the aim 
of improving the quality of teaching practices. 
In doing the research, the teachers do innovation 
and changes by reflection and inquiries.   
 According to Ferguson (1999), 
teaching is a social practice that is susceptible 
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of improvement.  It is possible to improve 
teaching practice by following the “plan, act, 
observe and reflect” spiral, and teachers can 
learn how to follow these spirals self-critically 
and systematically.  McNiff (1988) discussed 
action research in a specifically teaching 
context.  She stressed collaboration with others, 
particularly noting that “it is research WITH, 
rather than research ON” (McNiff, 1988:4).  In 
later writing, McNiff (1994a: 19) stressed the 
affective aspect of action research also, an 
aspect often not mentioned in other discussion:  
  
For me, in my perhaps idiosyncratic 
understanding of action research, it is that 
ability to be able to share the passion, the 
awe, the wonder, the beauty, the delight in 
your own life and share that with somebody 
else, to show that you really do delight in 
your own life, and each moment is better 
than the last, and help someone else to 
share that view of delight, and help 
someone else to find the delight in their own 
life.  
  
McNiff (1988) believes action research 
is largely a personal research endeavour, in 
which the researchers investigate their own 
practice with the aim of sharing with someone 
else what the research has revealed.  It does not 
imply that the action researcher’s specific 
contextual learning is necessarily appropriate 
for or should be applied to the work of others.  
Others have also added their perspectives to the 
action research literature.  Kemmis and 
McTaggart (1988) emphasized the valuing of 
social justice in the conducting of action 
research – this is not stressed by other action 
research writers.  They observed that action 
researchers take their collaborative action in 
order to improve the rationality and justice of 
their own social or educational practices, as well 
as their understanding of these practices and the 
situations in which these practices are carried 
out.    
  According to Ferguson (1999), some 
researchers described uses of action research 
either purely or mainly for purposes of 
improving the teacher’s own practice, 
sometimes in a solitary way.  Broader issues of 
social justice, whether in their own context or 
looked at more widely, were not their 
immediate concern, and there is a debate over 
whether action research should be carried out 
individually or collaboratively (Elden & 
Chisholm, 1993; Zeichner & Noffke, 1998).  
Carr and Kemmis (1986) and McNiff (1988) 
emphasize on individuals working to improve 
their own practice; its use of the same plan, act, 
observe and reflect spiral, and its emphasis on 
collaboration.  It does not mention, specifically, 
working for social justice.  The World Congress 
on Action Research did, however, spell out the 
need for publication, power-sharing and ideally, 
absence of hierarchical ways of which are not 
overtly mentioned in the other definitions.  It 
also noted connections with the tradition of 
reflective practice.  Action research, then, is a 
research approach with the following three 
agreed characteristics.  Firstly, it is about 
individuals working in their own contexts to 
bring about improvements in their own practice 
in areas that they determine.  Secondly, it 
follows a systematic process characterized by 
planning, acting, observing and reflecting.  This 
is described as a spiral because the cycles of 
planning, acting, observing and reflecting.  
Thirdly, action research places a high priority 
on collaboration and on sharing of knowledge.  
This collaboration aims for the power-sharing 
to be egalitarian and the ways of working 
increasingly to become non-hierarchical.  
Kemmis and McTaggart (1988) emphasized 
that there should be some benefits for justice in 
the wider community, although this is not 
common to all approaches to action research.   
 Further, Ferguson (1999) explains 
about practical and emancipatory action 
research.  Practical action research puts the 
emphasis on the conduct and outcomes of the 
research on the practitioners themselves.  
Outside facilitators form cooperative 
relationships with practitioners, helping them to 
articulate their own concerns, plan strategic 
action for change, monitor the problems and 
effects of changes, and reflect on the value and 
consequences of the changes actually achieved.  
Such action research may be labelled 
“practical” because it develops the practical 
reasoning of practitioners (Carr & Kemmis, 
1986).  In contrast, emancipatory action 
research occurs when the practitioner group 
takes joint responsibility for the development of 
practice, understandings and situations, and 
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views these as socially-constructed in the 
interactive processes of educational life.  It does 
not treat teacher responsibility for classroom 
interaction as an individual matter, but, on the 
contrary, takes the view that the character of 
classroom interaction is also a matter for school 
determination and decision-making.  According 
to Ferguson (1999), Stenhouse (1975) was at 
the forefront of the “researching teacher” 
movement in the United Kingdom claiming that 
all teaching ought to be based on research but 
that research and curriculum development 
should be the preserve of teachers who gain 
understanding of their work through studying 
their own problems and effects (McKernan, 
1991).  Stenhouse coined the term “teacher as 
researcher” (quoted in Zeichner & Noffke, 
1998).  Elliott and Adelman (1973) further 
promoted teacher-research work using action 
research in their identification of problems 
through utilizing systematic reflection, and the 
ongoing development of teacher self-
awareness.  Teachers, according to Elliot 
(1978), should interpret their everyday practice 
through the pursuit of reflective 
selfdevelopment.  His idea was that the two 
areas, split by the tendency for theory to be 
developed in universities and promoted to 
practitioners, should be reunified through being 
developed by teacher themselves.  This kind of 
thinking has been continued and further 
developed in other countries around the world.  
Nevertheless, to move the “teacher as 
researcher” agenda forward, transformational 
leadership at the institution must be put in place 
and functional.  
7. Who is a Transformational 
Leader?  
According to Palispis (2010), a 
transformational leader is one who seeks to 
radically change an organization. The goal of 
the organization is to change for the better.  A 
leader is naturally visionary is the sense that 
he/she has a clear vision for organization.  A 
transformational leader creates a situation in the 
organization that is visionary, coaching, 
affiliative, and democratic. A leader possesses a 
charisma that resonates in the entire 
membership of the organization.  First, this 
dream is transformed into a new vision.  Experts 
in the study of leadership have pointed out time 
and again that the principal leaders of the world 
were dreamers and visionaries. They are people 
who look beyond the confines of space and time 
transcend the traditional boundaries of either 
their position or their respective organization.  
The first requirement of transformational 
leadership is the ability of the leader recognize 
the need for change, that the situation prevailing 
in the organization no longer sufficient to meet 
the demands and challenges of the present time.  
The leader affects change in the organization. 
When change starts to take place in the 
organization, the leader manages it very 
effectively.  
According to Bennis and Goldsmith 
(1997), leadership is about innovating and 
initiating reforms.  To instil the culture of 
innovation, leaders have to reward people for 
disagreeing, thinking outside of the box, and to 
tolerate failure.  Great leadership keeps great 
talents.  As Apple genius and innovation icon 
Steve Jobs aptly put it: “Innovation 
distinguishes leaders from followers” 
(http://thinkexist.com/quotes/steve_jobs/).  The 
central focus of this leadership in the 
commitment and capacity of individual 
members; a higher level of personal 
commitment to organizational goals and a 
greater capacity for accomplishing 
organizational goals. Authority and influence 
are not necessarily allocated to those occupying 
formal positions.  Everyone is recognized to 
possess certain potential that can contribute to 
higher performance.  Power is attributed to 
collective aspirations and the desire for personal 
and collective mastery of the organizational 
vision.  Transformational leadership involves 
the ability of the leader to reach the souls of the 
members in a fashion which raises human 
consciousness, builds meaning, and inspires 
human intent which is the source of power. This 
power is utilized for the benefit of the entire 
organization and its members.  In the nutshell, 
transformational leadership involves building a 
shared vision, developing consensus about 
goals, and creating high performance 
expectation in the entire organization.  
Eventually this lead to culture building. Thus, it 
is critical to have transformational leaders in 
spearheading a new model of teacher education.  
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8. Meeting the Needs of the 
Stakeholders   
The reflective teaching model could be 
used to provide a common framework to help 
teachers consolidate their experiences and guide 
them in systematically reflecting on their 
practices. Systematic mentoring system should 
also be used and new assessment approach 
could be implemented.  A new model of 
partnership among universities, ministry and 
schools must be initiated to gather more input 
from the stakeholders.  National Institute of 
Education (NIE) Singapore has been 
implementing a new teacher education model 
based on (a) evidence-based, research-informed 
improvements to teaching and learning, (b) 
academic quality management, (c) faculty 
professional development, and (d) 
infrastructure and systems to support learning  
This transformative endeavour where 
21st century teachers call for 21st century teacher 
educators requires strong reserves of self-belief 
and they should be supported by the appropriate 
resources. In NIE, in recent years, and a sizeable 
number of senior teachers and master teachers 
have been appointed and trained.  Riding on the 
crest of this more on a bigger, more active role 
in the mentoring of student teachers before, 
during and after practicum and beginning 
teachers during the induction period.  This 
transformation will call for a new customized 
mentor training program.  The success of the 
NIE teacher education model ultimately lies in 
the effective implementation of the 
recommendations put forward and the 
sustainable impact of any program innovations 
and new developments in curriculum, 
pedagogies and assessment.  To gear up for the 
transformation process ahead.  NIE as a 
community has to turn inwards and reflects on 
the necessary change of mind-sets, approaches, 
systems and technologies that are required to 
turn best intentions into action, and achieve a 
concerted synergy of excellences across the 
institute (NIE, 2009).    
9. Conclusion  
This article argues that globalization is 
having an effect on teaching and learning in 
three ways: educational development is often 
based on a global unified agenda, standardized 
teaching and learning are being used as vehicles 
to improvement of quality, and emphasis on 
competition is increasingly evident among 
individuals and schools.  Furthermore, as a 
response to globalization, educators need to 
rethink the ways teaching and learning are 
organized in schools, promote appropriate 
flexibility at school level, creativity in 
classrooms and risk-taking among students and 
teachers as part of their daily work in school.   
Authentic learning is critical in the future 
paradigm.  Authentic learning nurtures 
divergent thinking in students. Divergence 
leads to innovative and inquisitive ways of 
thinking.  Innovation in pedagogy and the 
enhancement of research culture is pertinent to 
achieve real transformation in education.  The 
use of information and communication 
technologies (ICT) has been seen by researchers 
as a means to assist in solving research 
problems.  However, although the use ICT 
within the R&D function has been seen as 
crucial in research and innovation, a number of 
teachers have not considered technology 
integration in their pedagogy and action 
research.  This paper explores some of the new 
ways that teachers/researchers can use 
technology as a way to improve practice by 
using action research.   Further, action research 
as a methodology uniquely suited to researching 
the processes of innovation and change.  Action 
research can be a powerful systematic 
intervention, which goes beyond describing, 
analyzing and theorizing practices to 
reconstruct and transform those practices.  In 
many institutions, technology integration - the 
use of technology to solve research problems – 
has become a norm.  Drawing on socio-cultural 
theory, this paper describes how teams of 
teachers and researchers should develop ways 
of using technology in assisting them to embark 
on action research.  However, the tension 
between idiosyncratic and institutional 
knowledge construction is exacerbated by lack 
of technology proficiency among the action 
researchers. In addition, the lack of research 
culture and infrastructure in the institution 
makes it even worse.   Nevertheless, to move the 
“teacher as researcher” agenda forward, 
transformational leadership at the institution 
must be put in place and functional.  Thus, the 
need for transformational leadership in 
spearheading innovative teaching and research 
initiatives in the individual institution is crucial.  
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The impetus to develop innovation and to 
actively engage in research and development 
emanated from the intense desire to expand the 
frontier of knowledge.  Research should not 
only be aligned to the institution’s vision and 
mission but should remain as its handmaiden in 
the actualization process of such.  The primary 
goal of research is to transform society through 
its impacts and outcomes.  The generation of 
knowledge and its dissemination cannot be an 
end in itself.  Knowledge must be utilized and 
the utilization becomes worthwhile if it leads to 
the generation of good and services for the 
improvement of life.  
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